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The tltle of this publication Developing Supe;;'v:sory Practite provides

readers with a certain set of assumptions which can be used as we delve into
the material.. Assume that the 'writers believe that supervision can be

-improved and that some answers to lmprovement are found in these papers.

However, the essence of these assumptions is not critical 6r prescriptive in
felation to w;lat we do in our everyday practice as supervisors, but rather'the
essence is that we are all in process and that there are some ideas which are
indeed hunches and testable hypotheses. The writers are inviting us to
examine our practice in supervision in relation to these ideas and our desired

meamngful material. It is only you the regder supervnsor and tgacher who

- goals. It is you the reader who selects c{:of these pages the useful and

ERI
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will improve practlce :

Iris Elfenbeln in her paper, “A Model for Supervnsnon in a Multi-Level
Program asks‘us to view for a moment the idea that supervision is one

“tier’” of our teaching profession. Her model assumes that over time our .
teaching practice not only improves but increases in dimension and scope.
She moves us through the\iages of preparation, induction and retention as a
collaborative process. Profgssor Elfenbein summariZes the features, results -
and implications ‘Of her proposal and provides a concise description of the
components of her very’ promisipg model. ’

Louise Berman and Jessie Roderick invite us to view the role of the in-
service supervisor using five major assumptions about professional programs
forteachers. We are informed very early that the writers assume that thereis a-
direct relationship between what we believe about people and the kind of’
supervisory practice and inservice progrants we will develop. Professors
Berma and Roderick suggest that inservice planning is ‘*‘dynamic’’ and

“‘exciting’’ much the same way that liying is “‘zestful’’ and’ ‘satisfying.”’
Readers will want to dwell on what these’ writers are asking us to consider;
and will want to come back many times to these ideas which are serlous
propositions for personal self-renewal in the educative process. .« .

2 Willis Copeland and Norman Boyan focus on supervisory influence and
suggest that we give attention to ‘‘direct’” and ‘‘indirect”” models and
qualities. The five staged systemic organization of supervisory teaching
which_they describe is intended to facilitate the resolution of instructional
problems which supervisors and clients ldentlfy These authors report the
findings of studies which question the supervnsory system’s effect on student
teachers performance.

While Professors Copeland and Boyan are giving attention to preservice
cliefits in their article: it seems obvious that theif conceptualization of a
supervisory system'is clgarly applicable to inservice supervision as well.

The three papers complement one another and collectively emerge as
fruitful ‘material for facnlltatlng the improvement, of supervision. A sugges-
tion of thelr relatlonshlp is found in the diagram below. ‘

iv
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The shaded area suggests a relationship among the three concepts which
we will explore: (A) Continuous collaborative processes, (B) Personalized

-mvolvements and: (C) Systémic instruction.

For sometime now a number of ifvestigators have called attention to the
interrelationships among supervrso process and substance. Among them

-arg Brown and Hoffman who in their *‘Promisory Model”’ alluded to the

multi-dimensional aspects of supervisory discourse. The logical relation-
ShlpS among process and ¢ontent have been coneeptuallzed by Heidelbach!
ina model describing supgrvisory behavior. These ‘empirically based studies
complement other propositions focussed on the ‘lstudy of supervrsron and
lend support to the potentlal fruitfulness of the material which is presented in
this publication. )

I am hunching that the authors have provrded a broader insight into three

interrelated cgncepts as dlagrammed ~and that posrtlomng the triad in this

publlcatlon will enable the practltloner to gain a more precise understanding
of supervision. -

I would like to express appreciation to Donald Prosthroe and members of
the Assocratlon Revrew Team for their assrstance in the prepdration of this"
bulletin.

-

< | Ruth Hgidelbach
’ . ) College ‘Park

I3

\

'Lindsey, Margaret et al. Inqu?ry Ipto Teaching Behavior of Supervisors in Teacher Education
Laboratories. New Yark: Teacher College Press, 1969, pp. 84108 and- 109-166.
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Herbex"/t H. Lehman College
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'A MODEL FOR SUPERVISION INA .
"“MULTELEVEL PROGRAM
N { e

The supervisory program model described in this paper concentrates on
two points on the professional training continuum: 1) the induction of new
teachers and 2) the retention of experienced teachers. Induction includes
student teaching, the placement and orientation of the beginning provision-
ally certificated teacher. Retention includes inseryice for the permanently
certified teacher and the extension of career growt opportunities. They are
préceded by recruitment, selectiod and preparatlon of students for and into
teacher education programs, followed by placement _supervision, inservice
education and position change opportunities.*

The Model

Supervnsnon is viewed as one tier,of the multl-level profession of teaching
(see Figure I). The ﬁrst tier is that of preservice teaching, followed by
student teachlng Then,, in ascending order come (the higher levels of the
profession as) the prov1s10nally certified teacher, permanently certified
teacher, master teacher, superv1sor and oaYo the highest levels of the

- profession.

The model, a catlaborative effort, operates on two levels and has two sets
of studentsLthe supervisory trainees or field associates and the student
teachers. :

One means of fac111tat1ng retentlon is through position change:’ in thlS
model, the development of supervisory expertise for permanently certifi-
cated teacheys. These teachers are responsible for the supervision of
1nductees—st§1dent and beginning teachers. New school personnel are
introduced to the schoal situation by the supervisory trainees/field as-
sociates. Such an opportunity increases and extends the skills and knowl-
edge of the ﬁe\d associates for professional growth and leadership through

- which they can|become agents of reform, aide in evolving and revising plans

of schools, schbol systems, and teacher training programs. 2

The superv. ory role is a facilitating one which is concerned with
curricular and j i structional improvement. It demands a highly complex set
of behaviors ani skills which produce a specnal type of teaching undertaken
to foster the growth of the supervisees. It is a problem-solving act1v1ty which
requires diagnostic, decision-making prdcesses.?

The supervisor acts as a catalyzer rather than as a-director. He assists his
teachers to conceive, implement and evaluate instrictional practices. He

1
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provide informatton and-reséurces.

‘.

- Supervisory trainees (field associdtes) prepare for su¢h leadership roles as-
° field supervisors of college students, teacher trainers, team leaders, and-

school district coordinators. Persdnnel trained to perform these roles will be

‘of benefit to the school, school district, and the college. The paucity. of

teacher leaders with appropriate, and. s1t3

is a constant for schools and colleges. In the school such persorinel become
. internal change agents, moving from classroom teachers to leadership

positions in which the complex agtivities of supervision are directed towaiids

}

. the improvement of professional growth for the whole school staff.

The addition of this new teacher training’ spe\c1allst should meet the¢ needs

of the college and the school district by extending the knowledge and

professional skills. of the classroom practitioner, improving the experiences

and learning of the preservice teacher, and increasing the responsibility and
_accountability of the teaching profession. <y

Figure 1 . 2 .

TEACHING AS A MULTI-LEVEL ﬁROF ESSION
A Professional Continuum N

M e - i
. ) o Supervisor
. . . ‘
” / on " Permanent
B i Teacher ¥ .-
3 ‘ Provisional ' IA( ¢
| } g Teacher I : ,
_Student Teacher, L I I
. Preservi® Teacher § . | | l
recruitment- ‘1 placemejit- ' \ position
selection : !, preparation I supervision I ipservice change
] . TS =
Preparation _ Inductipn Retention |
' o
d ¢ N ,
hd -
-~ This model is based on the premise that there is a systemafic linkage

between induction and retention of fgaching personnel and that the change in
* one will affect what occurs in the other, The supervisory model requires
professional educators in the school system and the college be responsible
/o SRR
O ‘ o . i . 8 -
ERIC . - s e
) ) . 2

must be non-threatemng and open. to.supervisees’ néeds and ldeas He must ’

4tion-specific supervisory training -

-

-




and accountable for teacher preparation. The program rests-on the followmg
assumptrons . :

1. Combmmg the, supervisory and stu teachmg programs wrl‘l im- -
‘prove, not only the skilfs of the cooperating tgachers and the student .
teachers, but benefits derived from the program will acerue to all - |

. personnel involved.

2. Continual and close mteractron and contact among the participants wrﬂ

tensify -their experiences and enhance their skills. =

3 ‘Improved .and more relevant professional programs will result on all_

levels—preservice ang inservice—through this interactive process.
L ¢,
7/

o, . - _ |
Governancé For Policy And Decision-Making : ) . i

The professional education of teachers in the model requires cooperation
among the institutions involved. Shared responsibility for policy and
decrsron—'makmg is necessary. Each mstltutlon takes the major responsnbll-
ity for instruction amd personnel within its specnﬁc sphere. For example, the
part of the program which is college-based requires that the college faculty
take major responsibility ‘for designing and’ teaching courses although
members of the school community can act in an advisory capacity for
program planning and teaching, Conversely, the school and the pupils
therein are the rain responsibility of the school district. Therefore, college
personnel advise and counsel, but are not decisign-makers for the schools. o

A Consortium Council, a policymaking body, would represent the varied
individuals and groups in the program. It wotild serve as a-major means of’
communication and linkage. Ifs members would include representatives of
the dean of teacher education, college faculty, student teachers,, field
associates, school supermtendem principals, school® board, ‘professional
teaching organization; and the parent-teacher jorganization (seeFigure 2)

The responsnblhtles of each institution and group, their roles and specific .
areas of control must be identified and written as a contract prior to the
initiation of the program. The methods of decrsnon-makmg and determining °®

.membership in the Council should be identified.\ " °

A director must be 1dent|f ed and a job description written mdlcatmg the

sﬂecrf c responsl,bllltles of the position. The effective eperation, the college .

‘faculty might consider-horizontal dfferentiatéd staffing. All faculty have. |
equal responsibility for. teaching glowevﬁr according to expertise and

interest each faculty member would be responsrble for the development of a-
specific part of the program. S

. The choices identified:in Figure 3 are" program . devélopment mcludmg
research and evaluatlon, instructional materlal and resource, identification
and development, &nd field supervision and liaison. Each provides a very

. different opportunity for college faculty. Horizontal differehtiated staffing -

- assumes that faculty members with different skjlls will work as a team to
teach the field associatesand student teachers, but will assume respon-

- sibilities in diverse areas as well so that the program can evolve smoothly. .
Such an organizatienal concept serves the program as it expands—whether




Figure 2
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The resources of the school district and the college are shared. Each N
institution as part of the written contract, ldtgntlﬁes the specialized personnel
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anﬁ materials.it will make avallable tothe prpgram The school district offers

- 1ts specializéd personnel as’curriculumh coordinators, special service super-
visors, etc., who act as resource: people. The instructjonal matgnals center
s of the ;dlstnct with its wealth of books, curricular material, video tapes, and
_hardware are also tendered. In addition, schools have their own resqurces

organizational approaches. The eollege provides as resourcey, its libraries,

curriculum resource and audio-visual centers, and specialized faculty exper-

tise. Thus, the cost of the program is minimal. The program is conceived to
utilize existing stafﬁng and resources in ordero keep its fiscal requirements
_ to an absolute minimum. It is not dependeént upon grants from federal, state,

or local authorities and can operate within the bud,g’ets of the institutions. A
program independent of outside ﬁnanc1al support has the potentlal to be

self-perpetuatlng, 2 i

, . .
The Instructional Program -t . I
o The induction/retention multi-leve] teaching model provides for tﬁe train-
.ing of the field associates over a two year period. The student teacher subset
- operating Wlthll‘l the superv1s0ry segment ,requ1res 'participation for, orie
*  semester., N
-~ The ﬁeld associates segment has thiree phases each of which involves the

participation of student teachers. Phase I is thé first term where the major

\respontublllty fof the field associatés in collaboration with college faculty '

\vmembers is the superv1s1on of .the stident teachers. The field associates
_serve as supervisors in 'the field, ‘while the college instructars conduct the
student teaching seminars and act as liaison with several persons such as

v ‘student teachers, field associates, and pnnc1pals The ‘college faculty mem-
' < bers focus on the instruction and supervision of the field associates who in
turn are responsible for the supervision of the student teachers. .

» -In Phase II, which is the second term, the field associates, still responsible
for -student teachers, take on additional tasks including orientation of
beginning ‘teachers and coordinating curriculum, instructional and commu-
nity “activities identified and supervised by the prificipal.

Phase III covers the entire'second year. During this time .the field
. associates contract for their lntemshlps with their principals and the college.

o faculty They begin to' be ‘responsible for inservice superwsi
supervise colleagues who are the cooperatlng),teachers for ne
student teachers. The field associates also coritinue the induction &f f

" student teachers who have receivéd teaching appointme‘nts to the school.
« _ - Additienally, the field associates coordinate and supervise with colege
faculty the prestudent teachers participating in the field experiences required

by the preservice teacher gducation program (see Figure 4).

“In Phase III, the needs of both college and school begin. to be fulfilled.

School personnel are in the field, cognizant of the college preservice

- program and competent to provide appropriate field superv1s1on for preser-
vice students and teachers. The school has increased supervisory’ compe-

RIC - .
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such as video recorders, related hardware, and unique fmcular and




Figure 4.

: " "PHASES OF THE..‘F‘IELI_) ASSOCIATE TRAINING PROGRAM .

i
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© (Term 3)

Internship

—

[ S

- tence with the expanded skills of the field associates available for supervn—-
sion of provisional and permaneént teachers.

3

N Domams of Instruction

@ »

~

&

Supervnsron requires spec1ﬁc types of skill§, knowledges and behavnors
Three domains -of instruction are necessary for the flevelopment of the M

supeyvisory field associate. They are teaching, human relations, and cur-

-riculum. Each domain develobs conc

ently with incremental benefits

. accruing to the . field associate-supervisor and the student.teacher. The

content becomes: clearly applicable to thé student teaching experience a€ _
well as helping thie student teacher to develop entry level Skills, knowledges- .

and attltudes

. .

AS a supervisor of student™ teachers, and later of instruction, the field
associate mu3t be ,able to analyze the teaching act in sufficient depth and
" understantling, and with sufficient perceptlon to facilitate his own personal

: growth as well as that of his supervisees. By jointly analyzing the teachmg
act, his and the student teacher’s, the field associate and the supervisee can
practice and grow. Through knowledge and practice in the use of systems of
analysis of teaching, the field associate can id

learning occurs.

Conferencmg i§ a- significant and essential par
sgpﬂsmn It is a clinical teaching technique requiring special expertise and
ul conferencipg combines abilities and _knoWl_edge
e;hunmnq_@i@i@g_@_ﬁlfi curricula

i . interactive skills~-Suc

associated with teaching with those

6.
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gn ntify his own teaching style, ‘
T plan and implement teachmg strategies, and .aid others to do so as well.
Throughout the emphasis is on self and team-analysis through which shared

gef the tepching act in ?"
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- domains. To be effective: Vthe “field associaté must learn to plan and conduct .

_-.pre and post observatlonal conferencespln so-doing, superv1sory skills will
1]

be developed r

To produce inistructjonal and cumculal‘ changes, superv1s1on focuses on
huran relanons To achieve competence in human relations the field
associate' must'master thrée elements, Self-i'r?qmry, interaction, and com-
munity relations. Inquiry i into self sequires that the field associates establish *

_and “internalize their own values and attitudes, modes of response and
behavior. Through self knowledge the field associate is better able to interact
. with others. The understanding of mteractlve relationships and group

processes and the facilitating of actlvxtles~ which foster these ends are
significant and necessary accomplishments. Good staff relationships and

‘effective staff development are dependent upon successful mteractlon with -

others.
The field assoclate must understand his community soclologacally,
economically, culturally and psychologically: ‘e :

Such an effort will have threefold benefits. First by knong the commu-‘)
_nity, the field associate can better meet the needs of his ehildren; secondly,
‘with such knowledge he is in a better’ position to facilitate community
understarnding of the school’s objectlves and finally,, as a result of
heightened understanding increased invdlvement’ by the community 1n
schbol affairs-can be antlclpated . -

- To affect change and improve teaching and instruction a field associate
mist have competency in y:umculum the field associate must be able to set

" goals, aralyze, develop,; modify, implement and evaluate curricular and

instructional activities and materials. Through mastery of the three domains,
the field assoclate becomes an effective educatlonal leader ‘and agent for

- change _ . .

. The domains of teaching, human relations, and éﬁmculum are generic and
appropnateu to any supervisory program (see Figure 5). However, the
specific attitudes, skills, and knowledge which field associates, stydent
teachers, and college faculty must acquire age often situation specific. As the
program evolves “in the district, and needs are identified, the particular
competencies necessary for the personnel in this program WIll emerge and be

' |dentlf' ed by the participants.

Through the proposed multi-level model it 1s expected that partrclpants
-will learn from and teach each other. Each group will acquire competencies .
and benefit: from.the knowledge and experience of the other groups.
‘Successfully carried -out, the model becomes synergistically, valid as the

- student teachers acquire entry leyel skills and the field associates expand

. and refine their abilities. S|multaneously the college faculty: benefit from the

- opportunify to increase thelr expertise; . readjust and* sharpen teaching
; techmques and gather continuous feedback. ?

: As conceived in the model sourcgs for instruction are plentiful. The °
primary responsibilities of the college faculty are planning and teaching in
the student teaching and graduate programs. Other professional educators

wvrll be avallable to complement the faculty efforts. School district coor-

LT
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“dinators, curr ulum specialists, principals, and district admmlstrators will

participate. The field associate will provide instruction and supervision for

~ the student teacher and later for other school teaching personnel. .

<

Experiences ., . ~

Throughout this program opportunities for the application of the knowl-
edge, skills, and attitudes developed in the three domains will manifest
themselves in-a wide variety of experiences in the three phases. Participation
in the program will provide the field associate with the possibility of a broad
range of interactions’ w1th virtually all elements of the school community (see
Figure 6). It will be'necessary for field associates to deal not just with
children and administrators, but also with student teac}l:rs community

_ representatives, board of" .education members parents, pRers and college

.~

faculty.
Opportm\itfes for conferencing, observation and -analysis of teaching,
planning of curriculum workshops for teaching personnel, and presentations

to colleagues, and the community abound as the figld associate moves

through the th \"ee phases of the program (see Figure 7).
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Figare 6

' SUPERVISORY EXPERIENCES - «
" 3

preservi& teachers

Teaching observatio student teachers
analysis ; Pbeginning teachers
Workshops . . (provisional) .

Presentations * ¥ experience teachers

Community relations - (Pe’?“‘“‘e"t) .
' community members

Conferences *

»

Feedback and Modifﬁtion N N

. Becausﬁhe' prog is a collaborative team effort to develop and renew
professionat skills, feedback should be contmuous and readlly available from
several sources. . -

Coordinating cbmmltteép representing the field associatgs and student’
teachers are a ready source:of mformatxon These groups ca particulatly

T Figura 7
‘ \/ ° e . '
SUPERVISORY, PR(7GRAM—INSTRUCTJONAL MODEL

4
[/ | |
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helpful to college facfﬂty by jdentifying student needs and planning'fo and

: modifying_#alrea'dy developed courses. Committee members have ready

¢ . access to their copstituencies and ‘an transmit student concers to-the
ﬂ/ ~ consortium while conveymg program information to the students.

¢ Ongoing conferences will provide for additional feedback. Opportunities

gxist from the dyadic student teacher-field associate conference to polyadlc

meetings involving representatives of several groups of program partici-

pants. Through such meetings feedback mdlcatmg program strengths, needs

tion can be expected to occur (see Figure 8). ~

_ gram evaluation. Principals, superintendents and their staffs, téachers and

. field associates, parents, professional organization representatives all react

. - to the program through written questlonnalres as well as through the
Consortium Council.

In th del, evaluation is provided by and for all pa ants. Not nly
do field assbciates and cellege instructors evaluate stud‘% teachers, but
student teachers haverponunltles to evaluate field associates and college
supervisors as well. a

Additional evaluation results from checl<lls°ts,L portfollos of student work °
and questionnaires. Portfolios contain samples of materials developed by
students, samples of self-evaluative materials, questionnaires and checklists
filled out by supervisors and supervisees.~

Information from.these sources can provide for further lmprovements in
inservice and preservice programs, improved- collaboration among the
institutions and groups involved, and increased respons1blllty and accounta-
bility for teacher preparation. v

PN
Summary ‘ ‘ -
. The features, results and lmpllcatlons of this model of a superv1sory
: program are summanzed below. . .

- In addition to the lmphcatlons c1ted below, the model for suMs1on also

has powerful import in terms of teacher center development. Personnel

trained in this program are ideally suited to staff teacher centers. They are

- .~ competent to provjde instruction, to aide in the analys1s of teaching, to aoss1st

- in..fhe development of curricular materials, and to evaluate and assess

~teaching competence. The ability to assess performance is a‘ partlcularly

useful strength in a competency-based program, where assessinent and

verification of teacher competencies are basic to the training program.

. Personnel capable of performing these tasks can expand the functions of

teacher centers-from instruction and skill renewal sites to certification in

those states which have adapted competency-based teacher certification.

The teacher center would be an ideal site for such exanmination of teacher

competence and field associates would be ideally trained professionals to
engage in this work. . '

o »
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.and dysfunctions can be identified and proggam remediation and modlﬂca-

Questionnaires submitted to school and college personnel provide pro-
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FEATURES

Multi-level training providing
cons{tant interaction and link-
v age among preservice,
student, provisional and
permanent teachers.

Induction-retention ‘orienta-
tion strengthening teacher
placement, sup«}msmn in-

«  .service educampm and
~making posmblé career change.

!
/

.
/

Cbﬂaﬁ'orat/on'among ellu-
catiopal ¢ nstituende#
. “college 3ff::)ulty, college
students, teachers, school
* ' oadninistrators and gom-
mynity/ members.

v <

. A " Ed
[
Fis¢dl independenc using
only existing schop! and ;

collegk resources

b
«  Protean:instrudtional
: program to meet specific
needs of varied districts,
schools, and colleges.

Personalized guidance for
student teachers and field
associates.

-

12

:
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RESULTS

Preservice and inservice

teacher training programs im- of e

W

proved and strengthened.

service and inservice -

teaChl'Sl
Systematic programming; pre- ship, Ecause of krfowl-

-personnel development

sVnergistically linked.

_Career opportunities change

and expand within the school
and school d_istn'ct. )

a

Role transition from teacher to

o\
supervisor. -,

Field associates become a

. Vital new link in teacher

training.

Responsibility and account-

-ability of the profession for

effective teacheiytraining
expanded.,

Q

Communigation improved,

‘resulting in increased under®

standing, support and co-

" operation among educational

constituencies.

o

‘ Self-sustaining program

through efficient and effec-
tive use of personnel and *
resources.’ C e

Situation-specific training
for teachers and super-
visors to foster,instructjonal
effectiveness.

Self-awareness and self-

inquiry nurture professional -

strengths and remedy pro-

fessional needs. :
RAS

. IMI{J:ICATIONS

. . .
8 l%creased.inner directed

{ . O . R |

Hei%glened possibility . ‘

ctive researching of’ ‘
g-learning relation-

"edgeable and well-trained

field as§ociates and teachers? /

tion

-
Improved teachgr prep
thrqugh effective field asjo-
ciaté Superyision. .

@

©

~=

* Enhanced opportunities for
educational change through:
- —awareness of goals and ..
* needs ¢ B
—awareness of} interde-
pendence and mutually
beneficial effects of joint
planning and ¢ooperation .

- P

Unhmlted opponunmes to

determme progmm direction

due to lack of constraints - s
associated with external .
funding.®

Continued regeneéation of e
progrant as pupil and- p
community needs change.

A

motivation for professional -
self-improvement.

»
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"DEVELOPING PERﬁONAL PQWER:FOCUS FOR.
SUPERVISORS OF /INSERVIC’E PROGRAMS

. / i
’ No longer haunted by gh«;_spéctre of merely finding warm bodies to man
cldssrooms, the teaching pyofession is currently in the desirable position of
having greater numbers of qualified cahdidates entering its ranks. The
profession now possesses the dual responsibility of giving careful attention |,
to who enters its ranks and how to enable those who do enter to achieve .
maximum competence. It is with the ‘question of how toestablish the setting
~ in which teachers can provide the greatest service to those in their charge
that this paper.s concerned. - .
Inservice education has leng been a €oncern of educators, but very.: D
frequenitly the emphasis, of necessity, was on the induction of the neophyte .
into the school program or upon the devefopment of minimal professional
skills in those persons who had little formal professignal preparation. Since
the current surplus of prepared teachers allows most systems to hire those
who possess adequate entry requirements, the function of inservice educa-
“tion has the potential for some radical shifts. Inservice: education_can °
provide the setting and strategies for individual renewal of teachers, uplift
for the community of which the schools are part, and ultimately new kinds of
visions of what all people can becomq. B . ' N
It is our'intent to copsider inservice programs which-are based upon the
beliefs that given the necessary faith, support, and encouragement, persons
* will ‘utilize their uniquely human qualities to improve themselves and the ,
communities of*which they are part. Obviously, inservice education means , .
many different things, and the literature is replete with_discussions of -
organization of personnel, -university-school plans of cooperation, and
analyses\of systems 'apgoacgh”es to inservice education. Our intent is not to
deal with) the organizational components of inservice programs. Rather our
purpose i3 to outline some fundamental tepets about the person and then to
. consider What needs to be'considered in planning for schooling. Thisplan is
placed withyin the framework of insélyice education, thus the opening section
of the papey deals with certain basic assumptions about inservice prograns:
and the remainder of the paper providks some suggestions for implementing
the considerations about people and schooling. ' o

Assumptions about Inservice Education | _ —_
- Several assumptions underlie our thinking about inservice education.
These are briefly sketched since a relationship exists hetween the fundanmien-

) e @ : .
14 iz . . . [ . s

P ﬁﬁ”’
o o <l




. / . . s
tal beliefs relative to persons as learners and persons as téachers and the
. contexts in which those who teach and those who are taught can bést
operate. . .
= 1. Inservice programs must take into accgunt that the individuals under- -
o " going them are thlnklng, moving, growing, feeling, deciding, ¢ pmpassionate
persons. This means that: - T ‘

a. Persons lnvolved in. rnservrce programs sh\?)uld have the opportunity to
help plan for their own change and development. -
~ b, Programs should leave room for individuals to personalize in their
~ own unlque styles the broader concepts whlch the larger progra.m
- . .deems important. .
. . c. Teachers’ shoul;i see: the relatlonshlp between the' conce ts and
- methodologies inlerent in thé inservice program and concepts and '
- methodologies which they mlght employ in their own settlngs '

-

. 2. Since the school is the microcosm and ontext w1th1n which persons as_
© = total thinking, deciding, feeling beings live grow, inservice programs
should take into account that each’school should have a stated opgrational
*p,hllosophy Thls means more than a lofty set of goals. Rather, it means that -
intent is statéd in a form that such statemenfs invite and give examples of
how reality might look. A stated operatronal phllosophy would n that:

: a. A commitment to certain phiIOSOphlcal tenets rather than geogmphlc ) .
. T convenience would provrde the major basis for selecting and retain- -
' : ing teachers. E S g, _
o b. The school would havea bas1s for determining its pomtsof prlonty, .
N X rationale for its continuous growth and . change, and criteria for -
K ‘determining what it will not as well as what it willdo. - " V
3) Inservice p g rams should take into account that since the' schoc\)l isa
picrgcosm within larger macrocosm, * the school needs to work ”out its
rélatignship to the larger communlty and the Hrger world3jA dchool whichis .
continyally swayed|by what others in the outside world and community are

doing has not worked out thoughtful modes of monitering itself gﬁ\:d

) establishing accountability procedures. On the other hand, a school which
fails to lpok to the |wider world as sources of ideas, as’catalysts, and‘as
sources of cooperative action on projects that no one group can execute on
its own Becomes ingrown and fails to expand -its vision. If the school
considers Itself as an integrated unit within a larger whole, then. .

a. The\school utilizes the system's county or other types of centralized
-officgs as sources of information, as a means of coordlnatlng and *

. disse inating the work of the various schools within the system, and

%or bringing together"persons from varigus schools

b. The sc ool uti r(es professional organlzatrons and ‘associations as a
means of establishing communication networks among |deas and .
. persons\aroun the, state nation, and the world. :




,

c. The school seeks tb tap persons from around the world to bring fresh
and diverse insights to srgnlf cant problems with whlch the sc@ool is
- dealing. - )

4. Inservice programs within’ schools should provide for individualized

approaches to the same topic. Even though a group of persons may adhere to

a common set of values or beliefs, the same group of persons.will bring

differing degrees of commitment, levels of eriergy, and kinds of creativity. In

. order to provide some dégree of assurancé thaf the less energetic:and

committed teachers provide at least minimal educatlon for the young and
that the more committed and creative feel the freedom to abandon them- -
selves to new and more exciting ways of handling a similar concept or.topic, *

\/lnser\)' ice programs shouild be characterlzed by the following:

L= a.- Minimum requirements for the handllng of a glven topic or concepI
. should .be stipulaied. ’
' - b. Persons who wish to “bite off”’ a portion of a toplc and conduct an
. - in-depth study of it should be permitted to do so: \
- c. Persons who prefer thie treatmerit of the new as opposed to * daili-
ness” and repetition should be permitted to find points of exploration
and challenge and deviate from the norm provided a c‘arefully
conceived plan ha$ been worked through.’
d. MeChanisms should be established within the school to share ‘and try
& . out ideas of those persons who have gone beyond mlnlmal reqmre—
* ments. ' - .

(S

_ . S
5. Schools should periodically (every. few years) set aside time to-rethink _
their total philosophy, revamp if necessary, or develop a totally new one if
the |ns1ghts of the staff deem a freshly stated viewpoint more amenable to,

o the.views of the teachers. New knowledge usually causes. a.{‘ElOdlf cationora

metamorphosis of the old. Hence; it is'wéll worth staff time td& reconsider
- from time to time the overall direction of the school. This means that:

~

a. Schools mlght wish to consider shifting the major areas which they
feel they are teaching to others depending upon insights gleaned
thrgugh cooperative study and thinking.

chools might plan to establish teams to develop understandings and
materials which are, in line with the direction the school w1shes to

. )pursue in the months or years ahead. .

c. Schools might need to plan for peer-peer communlcatlon accounta-

. bility, modes of reporting, ways of involving the communlty, and
*_ other factors when a ma_|or overhaul of the program |s being
cons1dered or planned. -

In essence, we are suggesting that inserv' programs should consider the
" individual person, the individual school, and the individual community. This
is belng recommended so that those persons who undergo a program have a
“part in shaping it. In other words, individual destlny becomes critical to the
whole of inservice programs and indeed to the total operation of schooling.

. .
¢ . v
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Indiﬁdual destiny presupposes that a person is enhanced if the conditions
-and setting are those that foster personal power. The refnaining parts of this

paper are built upon the assumption that the development of personal power™ "

should be a basic goal of the school and that conditions for developing this
power can be established. ST “ .
First, a view of the pexson is bgiefly described as a basis for a proposed

- model. Second, a curriculum model tq:be considered in inservice programs -
is proposed. This model is built on the vigw of the person but.deals with the
interaction of proposed qualities of the petson and the curricular givens of
time,. space, human resources; and knowledge. Third, a procedure for
determining whether anticipated personal qualities or behaviors do occurin

the classroomsis-discussed. The last section of the paper deals with possible -

self-renewal experiences.in which a school might engage if the assumptions
and tone of this paper are accepted. o ) ’

-

The Basis of The Model: Qualities of Personal Power . g

The characteristics or-qualities of a person who possesses personal power,

that_schools shoul have an operational philosophy. This statement of
_personal power together with its application to the givens of programs
constitute one exantple of an.operational philosophy. However, the remain-
“der of the paper serves as more than an example. It isia miniscule outline of
the commitment of these W?iters to a view of the person and the furketions of
the schools in the latter part of the twentieth century. ’ .

Persoifal power ensues when a person has knowledge of the areas in which
he has freeddém and those in which his freedom is circumscribed by the
culture or other factors, a sense of responggbility and responsiveness, dnd a
vision of how to use his freedom to live a life satisfyisg to himself and others.
What are the skills, qualities or‘processes related to personal power?

1. The person transacts with, rather-than only‘¥eacts to, his environment.
?’(is means that the person feels he can initiate change as well as accept

hange. It means a person feels he céx&:gproach people as well as be
approached by them. It means that a person can see multiple as well as
singular responses to questions or problems. The transacting person takes
into account distant and present goals. He is aware that he may be acting
upon insights of which he is only dimly conscious. For this reason he seeks
to increase his yision—his gerceptual range. He feels free to not only assess
a situation but also to act decisively. The transacting person brings every
insight to bedr upon the situation in which he finds*himself and learns to
develop his judgment in resolving problems. .

2. The person integrates, his developi%personal power with love. Not
only is the person concerned about the eftect of what he does upon himself,
but he is also interested in its effect uppn others. He is aware that power
which is shared brings greater results for himself and others than power
which is only his. He is interested in developing power with others rather
than over others. He is anxious that all persons feel poweiful-—that none feel

~“powerless. The g(lality of love is part of his judgmental abilitfes. »

P o * ) ‘ . ] v ’ 17
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3. The person sees and deals with the moral. He s able to see. what the
‘significant ethical considerations are underlying the situations of which he is
part. He can look at the options), commit.himself to one, and carry it out. The |
powerful; person is a tbsignifican’t person because of the ability to, see the*

situations. . . : .

4. The person deals continuously with the question: Does my life have
meaning? He. seeks positive responses to this question. He realizes that it is
‘through communication that life takes on increased meaning for himself and

- others. He therefore tries to understand varjous symbol systems and'to

insure. that there is mutuality in communicating through symbols. He sees
knowledge as contributing meaning to life and is willing to accept responsi- .

bility for’contributing to knowledge building. Realizing that perdpns possess. |

. different modes of perceiving, the individual is aware that gaeat ¥ncommon-
ness of perceptions, memories, and systems of organizing information occur
despite commonness of experience. Because of this factor, the individual
seeks to broaden his personal knowledge while simultan€ously establishing’
mutuality. with other persons. $utuality is necessary if personal knowledge

is to be shared \i.us contributing to the development and hqa,erstandgng of ~

public knowledge. " . ° o _ X :

- A Curriculum Model t'o’Be'.Considere'd in Inservice Prograrﬁs

If an individual accepts the proposed assumptions abdut inservice and
about man, we would encourage him to explore some ideas relative to acting
upon, these assumptions. A model to develop more freely_ these ideas is
sketched and presented as ong way of exploring and testing our assump-
tions. We hope that this model will be viewed as a stimulus to developing
models which are pertinent to individual settings and which will be utilized
with flexibility within these settings. ;o -

* When individuals involved in the educational process identify the charac-
teristies or qualities they deem important for learners to possess, they also
need to identify strategies by which these qualities can be developed,

We assumesnthat in any teacher-learner interaction situation there exist
givens or domponents which reflect society’s goals for education as well as
those of the individuals diregtly responsible for education. Thé givens
presented in this model might be termed basic components of a situation in
which individuals are brought together for the purpose of transacting with
each ogher and the environment. Although other components. might be

selected, we chose to explore space, tinie, human resources, and knowl-

edge. How these givens are utilized in a learning situation is a function of
beliefs those involved hold about the nature of man and the implications of
these beliefs for the givens or camponents. In reality there is constant
interaction between the beliefs a person holds abopt the person and the .
givens or components of the classroom. It is assumed that teacher beliefs
about the function of these givens in a specific curriculum eontext result in a
variety. of options available to learners and in turn certain learder qualities,
behaviors, or processes. ) T " t
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l!i?lgure 1 lllUstrat s a basic model for 1dent1fymg anticipated léarner
qualltles or behaviers which appear fo be a function of beliefs about man and
“.the givens of an interactive situation. The learner qualities vary with the
tomponents selected and .théir definitions and With the beliefs about the
nature of man. There is_no attempt to suggest that for. every given or - :
. component and for every "beljef about the naMire of man there mugt be a
resulting learner. quality, skill, or process- For instance, when thefe is a’
focus on a partlc‘ular. aspect ®f the nature of man.such as the peopling
process (dealt with' later in' this paper), it.is possible that the anticipated
learner qualities relate mgre specifically to one or two of the selected glvens
. as opposed to relatmg €C ally to eac-h of the gwens o

v / _.'

Flgure |

A Mod(:l for Lookmg at Anticlpated Leamer Qualme‘s or Baawors Resultlng From the
lnteraeuon of Selected Be\gefs About Man and the Components of a Leammg Snuauon

——

.Components or o BELIEFS ABOUT THE NATURE OF MAN
Givens of a- : :
Teacher-Learner Annelpated Learner Qualmes or Behaviors Resultmg from the
Interactive Interaction of Behefs and Components .o
Situation . - o - L.

-

i
/

A Model of Learner ‘Qualities Related to Personal Power

The assumptlons about the naturé of man that we have presented relate to
a person’s developing personal power. In summary, the qualities related to
personal’ power include: 1) A person transacts as opposed to reacts to his
environment;*2) a’ person m@egrates his developing personal power with
love; 3) a person sees and deals with the moral; and 4) a person deals with
the question of meaning in life: .
- The selected glVens or components of a teacher-learner interaction
‘situation dealt with in thiS model ‘are space, time, human resources, and
knowledge. Each of-these components is briefly described.

Space. Beliefs about space are evident in the way persons utilize space in
their body movements and in the placement of mateﬂal objects.i in the setting.

# Specific examples might include: A

Areas and materials that offer variety in terms of opportumtles to |
manipulate, rearrange, touch, observe are available. ,
Flexibility in space or area utilization is provided. Learners and teachers
travél within and outside the confines of the classroom.

Time.-An individual’s beliefs about time and its function in life and the
learning process are evident in the way time is divided and put together,
- references to time in the curriculum and the ways in which individual time

ERI!
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clocks or cycles are glven cons1deratlon in’ pl nnlng Speclﬁc examples
might inclunde:

References to time relate to future, past, and present, :’_ {

-

‘Attention is Biven to what_appears to be the rhythms ‘or* cycles of
individuals within a class. i

&

lu .

There is time for mner reflection, tlme to be alone tlme 1th no planned

input.

There is some relatlonshlp between time and tasks. -

L

Human Resources Beliefs about human resources in, the leamlng s1tqa—d
tion can be seen in who is 1nvolved in thé process, who initiates ‘the use of "
human resources, the contributions each participant makes, and evidence

- that human ré"sources are vajued. Speclt' ¢ exainples mlght include:

.

A varlety of s1gn1ficant others exist-in the 1nd1v1dual $; éxpenences.

- /). Ind1v1d\u’a(l's -are encquraged to contnbute each in hlS own way. .

Persons know that they are valued as individuals. - ”_- )

Individuals assume responsibility for thelr actlons., v

-7 Knowledge. Bellefs about knowledge that become opbratlonal are evident
" in tke kinds of knowledge dealt with, how"if was derlved and how it is
- utilized or applled Specific examples might mclude #

" Knowledge is multi-dimensional or derived from a yarlety of sources.
- Knowledge is utilized to extend and develop new knowledge

' Knowledge'is applled in acting responsibly to fulf' 1I:longer term commit-
ments an individual may be formulating. .~ e . I

Having identified and defined the givens or companents-of an interactive
situation afid desired personal qualities it is pos@nble to anticipate learner .
qualities or behaviors which might result whent f»l;elatlonshlp of compo-
nents to personal qualities is examined. :

A grid depicting selected compone#its of a leam‘ g situation and possible
learner qualities or behaviors related to the development of personal power
expected from the lnteractlon of beliefs about these coinponents mlght look
llkhFlgure 2. ) N )

Thél Process of Peopling——An Hlustrative Application of the Model

The qualities, skills, or processes related to the development of personal .
power explicate a view of man that is rather broad and far-reaching. This
view 1nclude‘s qualities. which deal with man’s relationship to himself and to .
otHers, to ideas, and to materials within the environment. Another approach

to deVIsmg a .moael fOl‘ lOOklllg at lnservr‘“ or any interactive situation
3 : -

. -
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would be to select from a broader framework certain qualities to examine in
more detail and to anticipate the influence of the givens or situational
coimponents on these qualities. An illustration of selected qualities related to.
a view of man is here¢ proposed in a discussion of the peopling process. °

A person’s interactions and interrelationships with others is the broad
base for the concept we have labeled peopling. As developed in this paper,
peopling consists of four major aspects: 1) crossing Barriers people-wise; 2)
working toward a larger sense of community; 3) encouraging diversity; and
4) acting responsnbly where people are involved.

Crossing barriers people-wise implies a person s reaching out to someone
or some group of individuals who are not in the mainstream of his
comfortable everyday interactions. It means entering into difficult, unfamil-
jar, ‘and sometimes even forbidden territory and relationships. Working
toward a larger sense of community suggests that an individua! extend his
attempts t0 understand and be understood, to lend support, and to make it
known that he, too, needs support. As in crossing barriers, support may
have to be given in uncommon and unpopular settings. A larger sense of
community is encouraged when people recognize and act upon the need for
interdependence. Lest our attempts to develop interdependence and to offer
support and understandmg result in a loss of identity on the part of the
significant others in the interaction, care must be taken that these be |
nurfured in a context which places a high value on human diversity. Given “
the conditions and commitments, man will recognize his responsibility for
his fellow manand w111 pledge himself to doing with and for others instead of
to them.

_ A grid depicting compqnents or givens of a leammg 1teraction situation
and possible resulting learner quautles or behaviors related to peopling sight
look xke Flgure 3 : )

A Procedu‘re ‘for Determining Whether Annczpated Person(l Qualities Occur
in the Classroom ; -

Once the givens or components of a learning situa”tion\have been estab-
lished and the personal qualities or behaviors that might be expected to
result from interactions within the context bf these components identified,
procedures for determining whether these anticipated qualities-in fact do &
otcur must be developed. A variety of ways to describe what transpires as
individuals interact in a setting may be employed. Among these are

“observing and noting behaviors as they occur, interviewing, and recordirig
behaviors for future anaiysis. ..

_ The chief criterion to be employed in selecting and developing tools of
- description is that the methodology employed be congruent with the problem
or question and the basic assumptions underlying it. Since our immediate
concern is determining whether what is happening is congruent with what is
antncnpated or should be occurring, we are proposing that observation of
behavior in the natural setting be the initial step employed in attempting to
answer this questior. Such observation consists of noting ‘in diary fashion
what transpires as individuals interact. Because it does not seem feasible to
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JRote all behaviors, observational foci need to be established. Depending on
his purpose’s;an observer might focus on a learner’s utilization of space as it
relates to the number of people with whom he interacts.

Since the mogel qutlined in this paper does not presuppose that strategies
involving space, time, human resources, and knowledge always result in the
same human qualities, nor that these are the only components or qualities
that can be considered, a technique for describing these elements -must be
sufficiently fluid and open to account for the individual input of teachers and
learners involved. Dirgct observation of behavior ih the natural setting
, appears to satisfy this requilement In addition, this procedure enables the
" observer to note factors in the larger environment which mﬂuence what
people do in the setting.

Observational data noted'in diary fashion facilities a teacher’s planning
and evaluating in terms of classroom goals, teacher-learner behavior as it
occurs, and subsequent revisions. In addition, this kind of data can be
utilized as a basis for building obserVatlonal guidelines or instruments whieh-—
provide a more focused means of observmg——one that has been derived from
émpirical data obtained in the natural classfoom setting. .

An observational system or sét of guidelincs may be developed in “the
following’ way . s

1. AnalyZe the diary-fashion records of" observations for content germane
\ to the obseryational focus. : : :

.2. Derive categories or like groups of behaviors. (This grouping would bée
based on the teacher’s knowledge of the focus, of the’ leamer and of
the concept of instrumentation.) :

3- Return to the classroom setting to test whether the instrument or

- gu1delmes provides the kind of information sought. If not, the process

. is repeated Wlth appropriate revisions. . .

Observational guidelines developed in this manner and~focused on the
peopling process could provide specific information, about an individual’s
attempts to create a larger sense of community as he encourages others to
contribute and in turn values their contributions. (A learner is able to
identify the contributions of each and to communicate to those involved how
each can contribute to developing a larger community (See Figure 3)). This
information’ helps a teacher determine whether goals in terms of these
behaviors are met, where revisions might be made, what sequences or
patterns occur, and the relationships of behaviors to each other and to the
setting in which they occur. -

Several assumptions underlie the development and use of observationdl

guidelines as we have outlined them.

1. The learner and the teacher both contribute to the nature and quality of
learning experiences; therefore, we need more precise descriptive
information about each person’s role as he functions in the teaching-
learning situation.

2. The mphasis is not on unifurmity of behavior but rather on the variety

, ‘ .
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of ways persons fmay function within an environment that has some
structure. S :

3. Learning is an exciting and different experience for each person
involved. Our aim is to capture this individuality and encourage it.

4. Observational instruments and guidelines can provide learners and

" teachers with specific ififormation about their behavior as it occurs in

the classroom setting. ‘

In summary, we propose that observational instruments derived from data
gathered in the natural setting will enable observers to describe behavior and
to catch individual nuances and personal characteristics that must not be lost

if a personalized transactive approach to education i valued.

a . N

The Development of Personal Power as the Key to Self-Renéwat'

Our assumption® has been that the development of personal power 4s
critical to school programs. It is difficult to develop personal power in a
vacuum; hence, any school system concerned about this critical factor needs
to consider; all facets of schooling to insure that the climate facilitates the
development of personal power for all—administrators, parents, teachers,
and children. As soon as one group feeis powerless, it is more difficult for
persons in other parts of the system to develop adequate concepts of power. ",

School personnel working alone or in concert can do much to insure that
conditions exist which facilitate each person’s growth in the understanding
and application of principles of power. As person$ in inservice programs
seek self-renewal of themselves and the system of which they are part, they
can do a number of things. They can read about personal power and seek to
come to an understanding of its various dimensions. They can seek to find
new syntheses of ideas. And, they can seek to act upon their continuously
developing insights. '

Assuming the basic assumptions and framework we Have proposed are
accepted, what can you, the reader, think about and act upon if ideas
considered in this paper seem worthy of development? o

1. React to the general tone of this paper.' Should the inservice programs

center on the individual school? If so, what considerations need to be taken

into.account that were not discussed in the preceding pages? For example, -
how would you account for.the political milieu in which the school finds
-itself? ' -

2. Consider the assumptions about inservice programs. Can a school
develop its own operational philosophy? What militates against this proce-
dure? What factors within-a school facilitate this happening? Does the school
in which you'work have an operational philosophy? Suppose youwere to try
to conduct a major overhaul, what would you do? - ‘ :

3. React to the view of the person inherent in the proposed framework. Is
the view realistic? What needs to be spelléd out in more detail? With what
points do you agree? Disagree? :

4. React to the geiseral framework _gf the curriculum model presented in -

& .
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Figure 1. What questions would you have if you werelto try-to utilize jt in
planning for Your situation? Can you suggest any modifi catlons to make it
‘refevant to your situation?

5: Critically analyze the development of the model in Fxgure 2. What
other illustrations seem appropriate to use in the grid? *

6. Try to extend Figures 1 and 2. What other dimensions of the person

. should be included? What are some addmonal “givens’! within the class$-
room" How does this type of cumqulum model from other ways of
developing curriculum that you know about?

7. Take any process or skill which.interests you and try to apply the
model. “*Peopling’’ was used as an illastration of the model in Figure 3. You
might take reading, communicating, perceiving, observing, thinking. Oufline
some ké&y concepts frogf your own thinking and reading about the process.
Then deal with the glvens and selected aspects of the process m a form
‘similar to the figures in this papér. )

- 8. .For the process or skill that you seekv,to study’in:detail, gather some
classroom -information diary-style. From y0ur observations, see if you can
develop an obsefvational instrument to assist in the gathering of descriptive
information. ,Use the instrument in your own classroom and that of a’
colleague. Discuss the outcomes.

«

Conclusion

«

) lemg can be zestful complex, and full of uiiquely human satlsfactlons
Or, living cdn be drab, simplistic and 1vmg less than adequate attention to
the multiple factors that contribute tofman’s humaneness.

In similar manner, inservice programs can be exciting, fanciful, dynamic
and contributing to the quality of education. Or, mservxceTrrogfa s cah be
monotonous, sterile, singular in their dimensions and contributing to
mediocrity in education.. , ’

We prefer to think that educators are not afraid of c0mpléx1ty and
therefore we have daréd to propose that the framework we havef sketched
can'be m .Je fully deVeloped and implemented in the classr00m ITeachers
are invitéd to join us in its further refinement, personallzatlon and im-
plementation. .

.
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- *COOPERATING TEACHER  *.

Willis D. Copeland ¢ S, : :
Norman J. Boyan ' o N
University of California =~ - o N
$anta Barbara - ’

- TRAINfNG IN INSTRUCTIONAL SUPERViSION:

IMPROVING THE INFLYENCE OF THE

s ~ = .

Teacher educﬁors have long sensed that. one of the most powerful factors
affecting the performance of student teachers is the cooperating teacher with
whom the student.teacher works. Various studies have -reported that

* teaching behaviors of student teachers moved from no association or

negative association with the behavior of c00peratmg teachers in the igitial

- days of “student teaching to s1gmf cant assoc1yons by the termination of

student teaching (Flint, 1965; Mltchell 1969; Prokop, 1971; Roberts &

Blankenship, 1970; Seperson & Joyce, 1971). Experienced teachers report

that the most significant portion of their professional training was student

teaching and that the most influential factor in their student teaching was -
the1r c00perat|}1g teacher. .

\ '
. . Y
# o

Direct and Yndirect Influence of C ooperating ‘Teachers

Cooperating teachers influence the behavior of student teachers both
directly and indirectly Direct influence occurs when the cooperating teacher
engages in supervisory actions, when he sits and talks with the student
teacher about classroom occurrences with the purpose of solving problems

-0r 1mprovmg performance. Indirect influence occurs when the cooperating

teacher, in the pursuit of his mormal work, exhibits behaviors which serve as
models of desirable actions. Bandura’s (1963) work on the influence of .
modelmg on learning offers- a framework for understandmg the effects of
such mdlrect influence. ‘ °

Teacher educators Who desire to improve the quality of training experi-

‘ences for student teachers may: therefére, reasonably strive to improve the
. quality of the direct and indirect influence of cooperating teachers. The:

quality of the.indirect influence depends Jargeiy on the teaching ability-of the
cooperating teacher. If he is a good teacher, he will model a significant
amount of guud teachlng behaviors for the student teacher. Teacher
educators can €xercise a certain amount of control-over thc guality of the
- cooperating teacher’s indirect inflience by selecting people whose quality of
performance and effectiveness as a teacher are demonstrable and by’
providing inservice training programs to them for the purpose of improving
their teaching skills. Systematic attempts to improving the cooperating

4
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teacher’s indirect influente on student teachers’ behaviors cgnstitute one of
the hallmarks of alert teacher education institutions. , )

. Concerted efforts by teachér education institutions to improve cooperat-,
ing teachers’ direct influence on student teachers have received less
~ «systematic attention and treatment. Direct influence, in which the cooperat-
¢ ing teacher engages the student teacher in specific conversation intended to
. solve t&Aching problems and improve student teacher performance, occurs
- less frequently and with much less assurance of success. One of the
characteristics of a successful cooperating teacher is the ability to exercise
systematic, direct influence, on the: student teacher. Yet many of these
teachers, who are excellent perforniers themselves, have difficulty exercis-
_ ing direct influence of a beneficial nature on student teachers. They find it
\ difficult, for example, to conduct fruitful conferences for the purpose of
improving the student teacher’s teaching skills. They often 'can not provide
= 'meaningful feedback about teaching performance to the student teacher
- because of their own lack of skills needed for effective observation and

.~ analysis of teaching encounters. ' . s . N '
How can a teacher preparation institution assist cooperating teachers in
. working' directly with student teachers in an effort to' solve teaching
problems and improve-fnstruction? Assjstance may be.provided by training

changing teaching behavior as a method of solving instructional probl‘éﬁ)\
First, a word or two about problems, student teachers and behavior change.

7 " Problems—Student Teachers and Behavior Changg

o . When we look at instructional problems in the classroom, we generally
@ react.to them in term$ of pupil behavior. There are academic behavior
problems, such as a pupil’s ¥€ing unable to distinguish certain vowel sounds

or unable to perform specific mathematical operations. There are also
conduct behavior problems, such as a pupil’s continuous shouting out in

class or a pupil’s refraining from active participation in class discussigns.
Instructional problems-can be so defined in terms of specific pupil behavior

« which we can call **target’’ behavior. The teacher would like to change these
target behaviors in desirable directions. The problem is that the teacher has

that will cause the pupil to comprehend simple fractions. Nerve impulses
from. the teacher’s thought center do not activate pupil’s vocal apparatus.
The teacherthas direct control only over his own behavior. The hope is-that,
- by changing his own.behaviors, the teacher can inflience the pupil’s

. behavior. These teaching behaviors we can call *‘affecting’ behaviors.

2 - Thus, by changing his own affecting behavior, the teacher hopes to influence
' the pupil’s target behavior in desirable ways, thereby solving the instruc-
- tional problem. . . . :

. There are, however, many factors other than teacher behaviors which
affect pupil actions, such as home environment, previous educational
experience, peer pressure, and physical characteristics. Unfortungtely, the

9 .
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cooperating teachers to employ & process of supervision, which focuses on -
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no-direct control over these target pupil behaviors. He can not turn a switch ~
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teacher has little contro Tmﬂuence over these other factors. He has
-control only over his owit behavior.

Solving instructional problems by changlng pupil’s target behavior
througfi changing teacher’s affecting behavior is a delicate operation. Eirst,-
the teacher must. recognize the need for changing both the target and .
affecting behaviors. This recognition must exist within the teacher, not te

. imposed from without. It is not sufficient that the student teacher be told by
_ another person that he should make changes in his own behavior. Tuckman
and Oliver (1968) found that such externally unposed SUpervispry sugges-
tions had little effect on teacher performance. Thc teacher must genumesly .
.feel the need for change or change will not be effective or permanent. °
» Yet, at the same time we know that teachers, especially student teachers,
are unaware of the .many teachlng/leamlng behaviors that exist in their '
“classroofhs Peoplg percelve the world selectwely (Gibb, 1960). They cannot
‘be aware of all that is happening. They .aré not even aware of mahy
_ significant things that are happening about them as they teach,‘as evidenced
by the surprise many teachers express when seeing a videotape of their own
teaching for the first time. It is especially true that.student teachers are not
fully aware of the sources® of, their instructional problems. They may be
vaguely-aware that probfems exXist but are often unable to define the specific
_target behaviors, that should be changed. Further, they may be unaware- of
* the range of affecting behaviors that could resolve the problem.

Therefore, it follows that an increased awareness of the teaching/learning
behaviors Which actually exist in the classréom can help the student teacher
recognize needed changes (Baker, 1970; Flanders 1970 Stoller, 1968) If he
becomes more aware of the specific behaviors that are occurring in the
classroom, he can better define those target behaviors that seem to be the .
source of the problem. Further, he can hypothesize abeut possible aﬁ'ectlng v
behaviors, that. could change the target behaviors. For gxample, a ‘student,
teacher may be vaguely aware that he is uncomfortable with the quality of
the classroom discussions he is leading. A-~close examlnatlon of .his class
might reveal that students typically respond to his questlons with one word
answers instead of full sentences and that he typically asks many questions
that can be answered “‘yes’* or *‘no.”’ In this case, an increased awareness of

- the teachmg)leamlng behav1ors in his class nught cause him to hypothesize
that, if he asks questions which call for full sentence answers and which can
be answered in a variety of ‘‘correct’’ ways (affecting behavior) then the

. students’ responses might be more sustained (target behavior). ’

An increased awareness in the student teacher of the teachlng/learmng
behaviors that exist in the classroom can be achieved by systematic
classroom observation. In the past few years the techniques of systematic
and objective observation of classroom behaviors have Been developed and -
refined to the point that realistic and useful measures on a number of
dimensions of teaching/learning behaviors can be obtained through the
application of any of a number of observation instruments (Amidon &,
Hough, 1967; Furst & Hill, 1968; Medley & Mitzel, 1963; Simon & Boyer,
1967; Weick, 1968). The use of these so-called “mlrrors of behav1or” can

30 o

36 .




~N

- . a

reveal to the student teacher many teachmg/lea.rmng behaviors about*which
he is unaware.
It is, however, difficult for a student teacher to apply systematic observa-

_tion iristruments to_his own classroom whije he is teaching. He can not

which is necessary when using a systematic observation-ingtrument.
needs the help of a trained observer who can apply a select observatlom
instrument while the class is in session without disrupting the classroom.

» A potential problem may also arise when an -observer endeavors to
provide mformatlon about classroom bePavr.or to a teacher. Such a feedback
of results of systematic obseivation can'be a threatening experience for any
teacher, especially an mexpenenced one. Deliberate feedback based on data
obtained from systematic observations is very difficult in both its nature and
volume from the typlcal feedback teachers are accustomed to receiving.

They normally experience feedback derived indirectly from pupils or from
limited observatlons of administrators. Such feedback is generally global,

conduct his class and, at the same time, take the step backiom the class

impressionistic and judgmental. Feedback based on data derived from
‘systematic observation is specific, focused, deliberate and free from

judgmental bias and, as such, may create “iﬁformation insurgency’’ (Feit,

- 1969). Providing such deliberate and specific feedback is, therefore, a critical

and delicate process which calls for the exercise of considerable skill, even

" more, so When it is being provided by a c00pe“’atlpg teacher to an inexperi-
. enced, and many times unsure, student teacher: From the outset the

relationship between_ the cooperating teacher as the. source of data-based
feedback and the student teacher as its recipient is erucial (Flanders, 1970;
Stoller, 1968). The relationship. regmres mutual trust, nonthréat and open-

- ness. The two parties desirably see each other as colleagues, working

together toward common goals in an atmosphere of mutual suppost. Trust,
lack of threat, openness, and support are all pertinent to the student

. teacher’s accepting from the cooperating teacher as both valid and valuable,

) E;;)her he can facilitate the student teacher’s ability to analyze and interpret ,
d

the observational data; internalizing and processing the data, and usmg them
to identify needed behavior changes

In order to foster such a relationship the cooperating teacher ¢
encourage clear understanding between himself and the student teacher b

asing specific commifhication skills including paraphrasing, pérception

checking, asking clarifying questions, and offering relevant information. He
can furthernencourage a healthy interpersonal climate by employing such
skills as using supporting and freeing moves, attendmg behaviors, and
praise. The cooperating teacher can reduce potential threat by skillfully

- providing observational data at a regulated pace so that the student teacher

is able to explore, process and understand the data and their implications.

ata with the goal of enabling him to identify possible sources of
roblems and hypothesize solutions. .
These observations concerning instructional problems, student teachers
and behavior change point to a technology for directly influencing the
instructional behavior of student teachers. The technology 'would assist

o _ “ \3'7
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cooperating teachers to identify and contribute to the resolutipn of specific
instructional problems for the purpose of improving the teaching perfoi-
mance of student'teachers. It would focus on classroom behaviors, specifi-
cally those pupil behaviors which are.targets of change and those teacher
behaviors which may affect that change. Further,Ssuch a technology would
have'two dominate components: (1) systematic observation and analysis of
classroom behaviors and (2) face-to-face interaction between student
teachgr and cooperating teacher in ‘an open and helping interpersonal

relatidnship. Finally, such a’technology would combine these components -

by means of an explicit process of problem identification and resolutiof
which would emphasize systematic methods sa. as to free the cooperating
teacher and student teacher from dependence on intuitive, ‘“‘one shot”’
approaches to the improvément of instruction. ’

B
o

A number of authors (Cogéﬁ, 1973; Doyle, 1969; Goldhammer‘, 1969) have

- advocated variations of such an explicit process for the supervision of
.- teachers. Their proposals include in common a conference in which .the ..

supervisor and teacher identify a problem, an observation of the teacher’s
classroom 'by the supgrvisor, and- another conference during which the
supervisor provides to the teacher the results of the observation. At the
University of California, Santa Barbara a four-year development effort has
torganized specific, supervisory concepts, operations, and procedures into a
process through which cooperating teacher and student teacher can move
together as they attempt to resolve instructional problems. We call this
process Instructional Supervision. The total.process consists of five basic
stages, ea}ch of which is further divided into sequential steps, as illustrated
below. * Su o : ' . -

The process "begins when a goncern about an instructional problem
becomes eVident to the student teacher and cooperating teacher.

SO

¢ : ' _— T
First Stage: The Pre-Observation Conference

« Step ‘#1: Define behaviorally the area’ of concern. The cooperating °
teacher helps the student teacher to identify and define the problem. Such a
definition includes the identification of specific,pupil (target) behaviors that
the. student teacher would like to change and possible teacher (affecting)

~‘behaviors that might bring about that change.- All definitions are sfated in

behavioral terms, eliminating the use of any judgmental language.
Step #2: Decide to obtain a base xate or set a performance criteria. The
cooperating teacher and student teacher together agree upon the target and

' affecting behaviors which the pupils and: the student teacher will desirably:
- “exhibit. If this is their first attempt at solving the problem, they may decide

to establish only an.initial base rate of occurrence of the' behaviors of
interest, as a way of determining what is actually happening in the class-
room. If,~on the other hand, they have decided on what behavior changes
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, are necessary, they would instead establish specific performance cfiteria as <
T indicative of the desired changes. The criteria established can be of three
- types: relative frequency (i.e:, 50% of the questions asked by the teacher will
be higher order questions); absolute frequency (i.e., at least 10 questions _
- asked by the teacher will be. higher order questions); and pattern (every third, y
question asked by the teacher will be a higher order question).
Step #3: Select an ohservation instrument. The two parties establish a
method by which the behaviors of interest will be.systematically gbserved
by the cooperating teacher in the classroom. Here the cooperating teacher”s
knowledge of observation systems allows the selection or adaptation of an
existing instrument or even the creation of a new instrument that will focus
. on the specific target and affecting behav1brs of interest. e
Second Stage: Observation . '~ - <
Step #4: Observe the specified behaviors. The cooperatmg teacher ob-
serves the student teacher in the classroom apd systematically records

observatlons using‘the previously selected instrument. ) |

.
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Third Stage: Analysis

Step #5: Analyze the observation results. The cooperating teacher
'analyzes the data from his observation. During the analysrs he composes a
*‘data display? which contains both the raw data from the classroom

.observation put into manageable and understandable form and summary -

statements which summarize the data without interpretation or evaluation.
Omission of interpretation and evaluation from the data display is deliberate
" because the display later goes to the student teacher for his own analysis.
- The cooperating teacher continues his analysis by determining if the
previously agreed upon criteria for \successful performance were met,
identifies patterns that may exist in the data, and makes compansons with
previous observations if they are available. '

Step #6: Idennfy behaviors ne&ding maintenance or change. Based on his

o

B

analysis in Step-#35, the cooperating teacher identifies those pupil behaviors .
which are targets of change and teacher affecting behaviors. which might be

related to the target behaviors. The behaviors might be judged to be positive, -

in which case they should be maintained or even lncreased On the other .

hand, they might°be judged fo be negative, in which case they should be

changed. In either event the cooperating teacher will synthesize these

determinations and attempt to design a strategy which, if-implemented by

the student teacher, should solve the instructional problem.
[

Fourth Stage Post Obser\)\a ion Conference

Step #7: Feedback the data results. Th cooperatmg teacher provides

edback to the student teachér in the fornf of the previously prepared data

dispiay. Once the student teacher understands and is able to process the
data, he is' helped to analyze it for himsel{. During this operation the
cooperating teacher does not\make his own apalysis or his view of an
appropriate strategy available l&o the student tha@her doing so would limit
"and channel the latter’s own exploration of the data and restrict oppor-
tunities for the student teacher to grow in analysrs skills. Instead, the
cooperating teacher prompts the student teacher, offering cues when peces-
sary and encouraging the use of many of the analysis skills used earher by -
the cooperating teather.

Step #8: Deterniine Strategtes The student teacher compares the results
of his analysis with his previous perceptions of what he might haye expected
to find. On the basis of these anai¥ses and comparisons and with th aid of
the couperating teacher he- identifies needed changes an& strategles for
affectmg those changes

" Fifth Stage: Training and Recyc!e or Closure

. Step ' #9: Provide training. In many cases, the increased -awareness of -

existing behaviors resulting from feedback of data obtained from systematic

observation is enough to bring about changes in the behavior of the student

" teacher (Amidon’ & Hough 1967; Tuckman, McCall & Hyman 1966).
& .
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" Concepts derived from or related to cognitive dissonance theories are

'typically used to explain such training effects (Birch, n.d.; Parsons, n.d.). If,
however,, the, student teacher has difficulty in exhibiting any affecting
behaviors which he . has declded ale necessary to solve the problem, the
cooperating teacher designs or arranges for training activities through which
the student teacher can acquire the nieeded competencies (Young & Demmg,

1972). These activities might be as simple as a brief role=playing exercise or - ‘

rehearsal or as complicated as a simulation' session (Crunckshank 1969;

-Vicek, 1965) or even participation in a Mml-Course training program (Borg, -
" Lancer, & Kelly, 1970).

Recycle. The cooperating teacher and student teacher can then recycle the

- process, to verify the effect of the lmplemented change strategies upon’ thes

instructional problem. Such a recycling may involve a change in- the
performance criteria (Step #2) and a corresponding change in the observa-

tion instrument (Step #3). The remamder of the process would be followed
- as specified above. ‘

Step #10: Insure closure. Once the problem is resolved the cooperatmg
teacher insures that the student teacher achieves closure by clearly under-.
standing why and -how the previously identified instructional problem Was.

sion is completed ' .

o A Growth Experience for Student Teachers

Characteristic of the process is the emphasns on facilitating grox%th in the
decision-making capabilities ofsthe student teacher. This emphasis derives -
from a basic assumptlon about*thefpractice, of teaching. To the teacher

. belongs the majbr respons1b1luy for instructional decisions in the classroom;
- thefefore, he is the major agent whose decisions have a direct influence on

classroom funct:omng (Doyle, 1972). Because teacher decision* making is
crucial to imstruction, improvement of student_teacher skills'in- problem-
definition and resolution should be central the:student teaching experi-
ence. If the cooperating teacher continually inserts himself between the
student teacher and the class hy assuming the decision-making prerogative,

. by deciding for the student teacher, what should be done to solve instruc-

tional problems, the semor colleague will interrupt rather than aid the
improvement of the novice’s effectiveness. '

Instructional, Supervision- provides for the desired trammg of student
teachers. In Stage I, Step #1 the cooperating teacher works with the student

- in defining the nature of ‘the instructional problem. He does not tell the

student teacher what the problem is. In Stages III and’IV of the process, the
cooperating teacher analyzes the data Wwhich results from his classroom
observation but he does not make that analysis directly available to the

_student teacher during the Post-Observation Conference. Instead, he en-

courages the student teacher to analyze the data and to propose poss1ble
solutions to the problem. Throughout the process, the cooperatmg teacnel
contmually judges the student teacher’s functional autonomy, that is; “his
ability to proceed independently in the problem-solving process, and regu-

s
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lates the dlrectness of the aid he wﬂl supply the stdent teacher accordingly.

. Thus, the goal of Instructional Supervxsxon‘?s not only resolution of a

particular instructional problem but aiso growth in the ‘student teacher’s
ability to recognize and solve instructionat problems in the classroom. -
. e )

. N
“Utilization of Instructional Supervision

To use the Process efféctivelyvith student teachers{ cooperating teachers
must possess a practlcal working knowledge of S particular stages and
steps. Further, successful use of the Process re
teacher possess a variety of *specific capabilifies, including skills which
insure clear communication and=establish open and healthy interpersonal
relations, skills in systematic and objective observation and “analysis of
classroom behaviors, and skills in conducting supervisory conferences,
providing focused, data-based feedback in 4 nonthreatening manner, and
facilitating growth in student teachers’ problem-solving -abilities.  *

A team of developers at the University of California, Santa Barbara
undertook to answer the question of whether cooperating teachers can be
trained in the knowledge and skills pertinent t&'the Instructional Supervision
Process. Assisted by three years of grants from the U.S. Office of Education

the Santa Barbara team did develop a tested training program for dglvermg .

the competencies specified above (Boyan, Copeland Sell, Maughn, Steven-
son, Sturm, Beall,.& Moore, 1973). The training program was designed in a
self-contained“ form to enable the training to be administered at teacher
" training institutions or-local schooi sites by indigenous personnel withour
involvement of developers of the program. The program’s characteristics
include (1) a workshop format built around role-playing- and practicum
activities intended to deliver proficiency in the many skills of instructional

supervision, (2) learning activities conducted in small groups to insure
continual performance feedback from fellow part|c1pants and to provide for *

‘the building of mterpersonal relation skills while practicing the steps of the

Process, and (3) provision of information about the substance of the process

by means of written materials, audio and videotapes.

The ability of the self-contained .program to deliver the'desired training
was tested at nine separate training sites across the nation. The presént
authors have reported elsewhere (Boyan & Copelard, 1974) substantial
evidence that_the ‘training program affected significantly the supervnsory
performan&é‘gi‘ subjects who received training:. Of 60 measures of training
effect, more - than 50 were in the desired dlrectlon and more than 40 were
statistically significant. , 5

Eﬁegts of Instructional Superv:sion

The question of effect on student teachers of use of the process of

" Instructional Supervision by cooperating teachers was addressed by Pate
(1973). He reports that student teachers whose cooperating teachers re-
“ceived training in an earlier version of the training program were signifi-

cantly more able to analyze and evaluate instructional performance than_

ires that the cooperating -
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student teachers whose cooperating teachers had received no such training.
More research is needed to demonstrate conclusively the effects on student
teachers of training provided to cooperating teachers, but Pate’s investiga-
tion lends support to the assumption that the performance of student
teachers can be significantly affected by providing specific trmmng to their
cooperatmg&eachers

Conclusion

If it is in the interest of teacher education institutions to improve the
quality. of the direct influence of cooperating teachers on their student
teachers, then the institution should consider offering appropriate training to
cooperating teachers. The present repost has described certain characteris-
tics which underly the cooperating teacher’s direct influence of student
teachers and has described a technology, called Instructional Supervision,
which takes-into account these characteristics and which offers a means by
which cooperating teachers tan improve their direct influence. The technol- -
ogy assists in both the resolution of immediate problems and in the
continuous growth of student teachers in the ability to confront and solve
instructional problems in a purposeful and professional manner. Further,
evidence is available that cooperating teachers can be trained to mastery
level in the technology by the teacher educatlon institution responsible for
the student teacher. -
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